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 Introduction 
Stopping the overuse of expulsion as an approach to discipline, closing 
the achievement gap, ending pernicious bullying, teaching social and 
emotional skills, and halting the school-to-jail pipeline require more than 
just adding new laws to old ones. They require safe and supportive 
school-wide cultures where all students can learn, behave appropriately, 
and form relationships with adults and peers. These learning 
environments recognize the connection between academic success and 
students who feel safe enough to make friends, form strong relationships 
with adults, and take risks in order to excel. They teach students how to 
self-regulate their emotions, behaviors, and attention so that it is possible 
for them to focus, behave appropriately, and learn. 
However, creating such environments is not easy. More children 
than we ever imagined, according to the Adverse Childhood Experiences 
Study1, have lived through adversities that range from abuse to 
homelessness, from community violence to domestic violence. When 
children enter school with expectations of danger resulting from these 
experiences, they may not be able to focus, behave appropriately, or learn 
at their optimal levels. Creating a safe and supportive school culture 
means addressing the role that trauma is playing in the lives of children. 
Unfortunately, the laws regulating our schools are fragmented. 
They tend to be narrowly focused on particular issues, such as bullying or 
truancy prevention, while missing the source of many of these problems in 
students’ traumatic experiences and the need for supportive school-wide 
communities. The Trauma and Learning Policy Initiative (TLPI) has been 
working on refocusing the effort, so that schools have the time and 
resources to integrate and align the many initiatives necessary to create 
supportive whole school environments and better develop a more holistic 
foundation for learning that can address the educational needs of all of 
their students, including those who may be traumatized. The TLPI 
experience suggests that by modifying laws to recognize the critical 
aspects of school operations that are involved in whole school culture 
change and the process of collaboration that is needed, conditions can be 
set for schools to create responsive and supportive school-wide cultures. 
These cultures can avoid the use of punitive approaches while recognizing 
the connections between social, emotional, and educational needs. This 
paper describes the development of an integrating educational framework 
organized by six elements of school operation, its incremental 
incorporation into various Massachusetts laws regarding bullying, truancy, 
and behavioral health, and various policies used to implement student 
support initiatives. The culmination of the paper is a description of the 
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 recent enactment into law of an overarching “safe and supportive schools 
framework” that is based on these elements of school operations and 
designed to align and connect all of the initiatives. 
 
Looking at Students Through a Trauma Lens 
Adverse Childhood Experiences  
A major breakthrough in understanding the obstacles children and schools 
face in achieving educational success came with the publication in 1998 of 
the Adverse Childhood Experiences Study. 2 3 The study found that 
shockingly high numbers of adults reported abuse and/or challenging 
family experiences during childhood. It asked participants about their 
experiences in seven categories of childhood adversity: being subjected to 
physical, sexual, or psychological abuse; witnessing domestic violence; 
and living with a parent afflicted with a mental illness or involved in 
substance abuse or criminal behavior. More than half the adults stated 
that they had had experiences in at least one of these categories as 
children. If we consider the number of students who are or have been 
chronically bullied,4 live with homelessness or in the proximity of 
community violence, are refugees from war-torn countries, are shuttled 
around in the foster care system, survive natural disasters, undergo 
multiple invasive medical procedures, or live with a parent traumatized by 
combat, we get a sense of the extraordinary amount and severity of the 
adversity that too many children are experiencing.5,6 Recognizing the 
breadth and depth of the underlying challenges is essential to a discussion 
of any educational or public policy remedies.  
 
The Trauma Response 
It is important to recognize that trauma does not begin and end with a 
particular event – too often, it is an enduring response to overwhelming 
experiences.7,8 Many factors, such as age, temperament, gender, and 
whether a child has an effective network of support, influence the 
response to stressful events. Not all children experiencing adverse events 
will develop a trauma response, and some children are more vulnerable 
than others. And no two children, even children from the same family who 
may have had the same traumatic experiences, will necessarily have the 
same response. However, research suggests that negative experiences 
can impact even the most resilient child's ability to be successful in 
school.9 
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 The Impact of Trauma at School 
The reader is referred to the first and second TLPI volumes, Helping 
Traumatized Children Learn,10,11 for a detailed summary of 
neurobiological, psychological, and epigenetics studies showing that 
traumatic experiences can diminish concentration, memory, and the 
organizational and language abilities children need to succeed in school. 
For many children, traumatic experiences can lead to problems with 
academic performance, inappropriate behavior in the classroom, and 
difficulty forming relationships. Below is a brief summary from our 
publications. 
 
Academics 
Learning to read, write, take part in a discussion, and solve mathematical 
problems requires an ability to trust, organize, comprehend, remember, 
and produce work. Another prerequisite for achieving classroom 
competency is the ability to self-regulate attention, emotions, and 
behavior. Not surprisingly, trauma resulting from overwhelming 
experiences has the power to disturb a student’s development of these 
foundations for learning.12 It can undermine the acquisition of language 
and communication skills, thwart the establishment of a coherent sense of 
self, compromise the ability to attend to classroom tasks and instructions, 
interfere with the ability to organize and remember new information, and 
hinder the grasping of cause-and-effect relationships – all of which are 
necessary to process information effectively.13–14 
 
Behavior 
Unfortunately, many traumatized children develop behavioral coping 
mechanisms that can frustrate educators and evoke exasperated reprisals 
– reactions that both strengthen the child’s expectations of confrontation 
and danger and reinforce a negative self-image. Many of the effects of 
traumatic experiences on classroom behavior originate from the same 
problems that create academic difficulties: the inability to self-regulate 
emotions, distorted perceptions of the behaviors and feelings of others, 
and the inability to process social cues and convey feelings in an 
appropriate manner.15–16 This behavior can be highly confusing to 
educators, and children suffering from the behavioral impacts of trauma 
are often profoundly misunderstood. Too often, they receive punitive 
responses from adults. Whether a child who has experienced traumatic 
events externalizes (acts out) or internalizes (withdraws; is numb, frozen, 
or depressed), his or her behavioral response to traumatic events can lead 
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 to lost learning opportunities and strained relationships with teachers and 
peers. 
 
Relationships 
Children’s struggles with traumatic stress and their insecure relationships 
with adults outside school can adversely affect their relationships with 
school personnel and with peers. Research has demonstrated that social 
and emotional skills are highly correlated with academic success.17 
However, preoccupied with their physical and psychological safety, 
children who have experienced traumatic events may be distrustful of 
adults and/or fellow students and unsure of the security of the school 
setting in general. They may suffer delays in the development of the kind 
of healthy interpersonal relationships with their teachers and peers that 
they so desperately need in order to be successful at school.18,19 
 
Weaving an Understanding of Trauma Into School Culture 
We will not always know which children may have been traumatized by 
adverse experiences. Researchers tell us that the best way to meet their 
needs is to create an environment where all children, including those who 
have been traumatized, can be successful.20,21 
Recent research on epigenetics – the study of how environmental 
influences can affect, both positively and negatively, whether and how 
children’s genes are expressed – supports this view. A working paper by 
the National Scientific Council on the Developing Child22 states that 
“supportive environments and rich learning experiences generate positive 
epigenetic signatures [and] that … the stimulation that occurs in the brain 
through active use of learning and memory circuits can result in epigenetic 
changes that establish a foundation for more effective learning capacity in 
the future.” 
Schools, which are communities for children, hold tremendous 
potential to play a powerful role in helping children go on to be successful, 
despite any adversity they may have endured.23 In a school-wide safe, 
supportive culture, all students are encouraged to form positive 
connections to adults and peers throughout the school day – in the 
classroom, cafeteria, and hallway, during after-school activities, and on 
the bus. They are helped in their effort to self-regulate emotions that might 
lead to unacceptable behaviors.24 In a safe and supportive environment, 
achieving success in academic and extracurricular activities is recognized 
as being extremely important for helping students move beyond their 
negative experiences. This requires being honest with them about the 
gaps in their learning and a willingness to address them without reducing 
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 their learning burdens or “dumbing down” the curriculum. Their physical 
safety is essential, but so are their emotional, social, and academic safety 
and their health and well-being. Children who are supported in these key 
areas are more likely to overcome adversity and be successful in 
school.25–26 
Adults in the school must share an understanding about how 
trauma can interfere with social, emotional, and academic learning. 
Breaking down the barriers to learning that trauma can create must be at 
the center of the educational effort on a school-wide basis. Addressing 
these issues as part of a special program or with one teacher is just not 
enough. Individual teachers cannot do it alone. The entire school 
community must work together so that all students feel safe and 
encouraged to achieve at their highest levels. It is critical that no student 
feel marginalized or stigmatized, and that trauma sensitivity be woven into 
school activities throughout the day. 27  
 
Fragmented laws do not support the holistic practice needed for 
trauma sensitivity.                                                                   
Our educational system is highly regulated at the local, state, and federal 
levels. Educators often have to struggle to implement holistic approaches 
to learning in a system that has been fragmented by individual legal 
responses to academics, anti-bullying, social skill development, positive 
discipline, truancy and dropout prevention, and more. 
There are many reasons for this fragmentation. Legislators, and the 
lawyers who draft the laws, must often respond through the political 
process to urgent issues like a suicide resulting from bullying, a violent act 
at a school,  excessive suspension and expulsion of students, or reports of 
low reading scores. This often results in specific regulatory requirements 
and individual funding streams to meet them. Each area of policy making 
has its own experts who justifiably call for specific elements to be included 
in statutes related to their particular concerns. In addition, those 
representing students with disabilities, gender issues, or English language 
learning needs advocate for specialized treatment for their constituency, 
addressing critical needs but also increasing the fragmented quality of 
legislative remedies.  
Programs created in response to these important but narrowly 
defined needs do not always connect to or support one another or become 
integrated into the culture of the school. Thus, many important initiatives 
that could make a school safe and supportive often remain stand-alone, 
inefficient programs competing with one another for resources.28 Further 
exacerbating the problem is that federal funding linked to these discrete 
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 programs may require specialized staffing at the state level that makes it 
hard for state educational agencies to assist schools in addressing issues 
holistically.  
From the school perspective, many of the actions that need to be 
taken to address a variety of problems, such as bullying and truancy, are 
strikingly similar. But when narrowly tailored laws do not recognize the 
important relationships between them, the capacity of schools to 
proactively create the kind of school-wide culture that forms the foundation 
for academic achievement, particularly for the most vulnerable students, 
can be undercut.  
Modifying the laws to allow a shared organizational structure in 
which educators can transcend these defined boundaries while still 
addressing the legal requirements of each initiative and each population 
can provide more cost-effective and comprehensive solutions.  
 
The Flexible Framework 
The TLPI has been advocating in Massachusetts for a flexible framework 
that can serve as an organizational tool for addressing legally created 
barriers to holistic practice. This framework is not derived from a new legal 
mandate but from the ways schools are run and the actual operational 
requirements of schools: leadership, professional development, access to 
services, academic and non-academic activities, policies and protocols, 
and parent engagement. 
Structuring laws around these components of operations can create 
efficiencies between new initiatives and enable schools to make the 
initiatives work in tandem, allowing each to benefit from the others and 
lessening the burden on educators. It helps schools incorporate new 
approaches and services that address problems early. And it better 
addresses the needs of traumatized students and those with higher levels 
of challenge, creating a stronger foundation for learning.  
Ensuring that positive change in school culture is effective in 
creating environments in which all children can flourish requires also that 
educators assess their own local needs and modify local barriers that can 
get in the way of good practice.29 The TLPI is committed to advocating 
that schools have the time and support to allow this locally driven process 
of change to take place. 
 
Origins of the Flexible Framework 
In Massachusetts, building consensus among education stakeholders 
regarding the need for a shared integrative framework did not happen 
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 overnight. It was an iterative process involving multiple constituencies 
who, with the help of advocates, spoke up at critical points to their 
legislators and policy makers. Teachers, parents, students, 
superintendents, principals, professors, providers of community mental 
health, hospitals, and staff at the state department of elementary and 
secondary education (the department) were instrumental in identifying the 
need for a framework, helping to define its components, and 
demonstrating its benefits to schools and policy makers. 
The consensus development process for the statewide framework 
had its beginnings in 2000, when key legislators, working with educational 
advocates, passed a line item offering grants “to assist school districts 
with the development and establishment of in-school regular education 
programs and services to address the … needs of children whose 
behavior interferes with learning, particularly those who are suffering from 
the traumatic effects of exposure to violence.” In 2004, the legislature 
codified the program as Massachusetts General Laws Chapter 69 Section 
1N (b), which became known as “trauma-sensitive schools” grants. The 
legislation established goals but did not prescribe how these goals were to 
be met.  
Educators in schools receiving grants began to experiment with a 
series of different approaches, many of them specialized programs, such 
as adding a counselor, that could run only for the duration of the grant 
funding. The Morse School in Cambridge, however, understood the 
importance of infusing school-wide trauma sensitivity into every aspect of 
the school day. The principal explained that this meant setting up various 
committees to integrate trauma-sensitive approaches to education into 
professional development, services offered both in school and by outside 
providers, classroom activities, and policies and procedures. By observing 
how its conceptual approaches were implemented in the school, the TLPI 
was able to revise and refine its policy recommendations. The result was 
the “flexible framework” and the implementation strategies published in 
Chapter 2 of Volume 1 of Helping Traumatized Children Learn.7 
 Seeing the benefits of this school-wide approach to trauma 
sensitivity at the Morse School, the department began to ask future rounds 
of grantees to infuse trauma sensitivity into the key elements of school 
operations as defined by the framework, rather than simply use the 
funding for isolated programming. As a result, more schools and districts 
came to use and see the benefits of a whole-school approach.  
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 Legislation and the Consensus-Building Process 
Based on the experience with the grant program, the legislature took the 
next step in 2008 by incorporating into its omnibus An Act Relative to 
Children’s Mental Health (Chapter 321 of the Acts of 2008), a mandate 
setting up a “task force on behavioral health and public schools” to be 
chaired by the commissioner of elementary and secondary education. 
Section 19 of the law. The Law required the department to set up a Task 
force to “build a framework that promotes collaboration between schools 
and behavioral health services and promotes supportive school 
environments…” This framework was to create environments where:  
 
children with behavioral health needs can form relationships 
with adults and peers, regulate their emotions and 
behaviors, and achieve academic and nonacademic school 
success and reduces truancy and the numbers of children 
dropping out of school;  
 
The law was explicit in requiring that the framework be organized 
by the five school operations. It stated: 
The framework shall address:  
(i) leadership by school administrators to create structures 
within schools that promote collaboration between schools 
and behavioral health providers within the scope of 
confidentiality laws;  
(ii) professional development for school personnel and 
behavioral health service providers that: clarifies roles and 
promotes collaboration within the scope of confidentiality 
laws; increases cultural competency; increases school 
personnel’s knowledge of behavioral health symptoms, the 
impact of these symptoms on behavior and learning, and the 
availability of community resources; enhances school 
personnel’s skills to help children form meaningful 
relationships, regulate their emotions, behave appropriately 
and succeed academically, and to work with parents who 
may have behavioral health needs; increases providers’ 
skills to identify school problems and to provide consultation, 
classroom observation and support to school personnel, 
children and their families; and increases school personnel’s 
and providers’ knowledge of the impact of trauma on 
learning, relationships, physical well being and behavior, and 
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 of school-wide and individual approaches that help 
traumatized children succeed in school; 
(iii) access to clinically, linguistically and culturally-
appropriate behavioral health services, including prevention, 
early intervention, crisis intervention, screening, and 
treatment, especially for children transitioning to school from 
other placements, hospitalization, or homelessness, and 
children requiring behavioral health services pursuant to 
special education individual education plans;  
(iv) effective academic and non-academic activities that build 
upon students’ strengths, promote success in school, 
maximize time spent in the classroom and minimize 
suspensions, expulsions, and other removals for students 
with behavioral health challenges; 
(v) policies and protocols for referrals to behavioral health 
services that minimize time out of class, [maximize] safe and 
supportive transitions to school, consultation and support for 
school staff, confidential communication, appropriate 
reporting of child abuse and neglect under section 51A of 
chapter 119 of the General Laws, and discipline that focuses 
on reducing suspensions and expulsions and that balances 
accountability with an understanding of the child’s behavioral 
health needs and trauma.  
 
It is important to note that the first act  of the task force was to add 
a sixth critical element to the framework: family engagement. Another 
important part of this law was its recognition that a mandate to use the 
framework was not enough; evaluation tools would need to be developed 
and used that would assist schools to engage in a collaborative process to 
accomplish the law’s goals. The task force was thus called upon to:  
develop a tool based on the framework to assess the 
capacity of schools to collaborate with behavioral health 
services and provide supportive school environments that 
can improve outcome measures such as rates of 
suspensions, expulsions and other punitive responses, 
hospitalizations, absenteeism, tardiness, truancy and drop-
out rates, time spent on learning and other measures of 
school success. 
This assessment tool was first to be piloted in at least 10 schools. 
The task force was then required to carry out a state-wide assessment of 
the effectiveness of the law’s requirements so that it could make 
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 recommendations to the legislature for improving the capacity of schools 
to implement the framework state-wide. To carry out this mandate, the 
task force developed the Behavioral Health and Public Schools Self-
Assessment Tool for Schools, which is composed of questions to help 
schools evaluate each of the six elements of school operation in the 
context of best practices to improve behavioral health. 
 Answering the questions required that groups of educators meet 
together. The task force piloted the tool and held focus groups for 
feedback before carrying out the more formal statewide assessment. The 
results were very positive. Many school staff members informed the task 
force that this was the first time they had been asked to assess the 
barriers to a positive school culture in a structured, collaborative way and 
that it had led them to creative, cross-cutting ideas for solutions. Several 
educators said that the process of using the tool was very positive 
because it gave them the imprimatur to put the issue of school culture and 
behavioral health on the front burner in the face of so many competing 
priorities. 
The commissioner of education chaired and convened the task 
force regularly over two years, inviting a broad array of parents, state 
agencies, school administrators, educators, mental health providers, 
advocates, and experts from universities and local hospitals to participate. 
After a statewide assessment of the tool had been conducted in 39 
schools, the department placed the Behavioral Health and Public Schools 
Self-Assessment Tool  on an interactive Web site (bhps321.org). The 
Website gives the department the capacity to gather data in aggregate 
form from schools so that the patterns of need and where assistance from 
the department may be helpful can be determined. 
While the task force was producing its report, a tragic suicide due to 
bullying resulted in the development of a 2010 law, An Act Relative to 
Bullying in Schools 
(https://malegislature.gov/Laws/SessionLaws/Acts/2010/Chapter92). This 
law took a comprehensive approach. Without naming the framework, it 
contained a paragraph with specific requirements in each of the 
framework elements. All schools in the state were required to develop a 
comprehensive Model Bullying Prevention and Intervention Plan to 
implement these requirements. To assist schools, the department was 
required to develop a model plan “consistent with the Behavioral Health 
and Public Schools Framework.” The resulting Model Bullying Prevention 
and Intervention Plan (lpi.jacksonwhelan.netdna-cdn.com/wp-
content/uploads/2013/07/Model-Bullying-Prevention-and-Intervention-
Plan.pdf), organized according to the six elements of school operations, 
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 was received enthusiastically by schools and districts, most of which 
adopted it in whole. The success of the Model Bullying Prevention and 
Intervention Plan gave the idea of an integrative operational framework 
new impetus, encouraging the department to incorporate the approach 
into other policies. 
Building on the success of the Model Bullying Prevention and 
Intervention Plan, the department used the elements of the framework to 
provide guidance on how to implement two other measures in the 2010 
anti-bullying law, An Act Relative to Bullying in Schools, that were not 
originally required by law to be organized by the framework elements. The 
first of these consisted of provisions in Sections 7 and 8 of th anti-bullying 
law, successfully advocated for by special education interests, requiring 
that if an evaluation by an Individualized Education Program team 
indicates that the child has a disability that affects social skills 
development or that the child is vulnerable to bullying, harassment or 
teasing because of the child’s disability, the Individualized Education 
Program shall address the skills and proficiencies needed to avoid and 
respond to bullying, harassment or teasing.”  
The department used the six elements in the Massachusetts 
Behavioral Health and Public Schools Framework as an organizational 
structure for developing for developing a guidance titled “Addressing the 
Needs of Students with Disabilities in the IEP and in School Bullying 
Prevention and Intervention Efforts”  
(http://www.doe.mass.edu/bullying/considerations-bully.html). The 
framework provided an easy organizational structure for developing 
approaches that allowed special education teams to consider school-wide 
inclusion approaches, as well as supports and services for students with 
disabilities to address bullying. Because the elements of school operations 
were used in both the Model Bullying Prevention and Intervention Plan 
and in the special education guidance, users found increased clarity 
regarding ways to ensure that students with disabilities benefited from 
both. The whole-school approach of the framework spawned creative 
ways to make the school-wide environment safe for students with 
disabilities, while also providing approaches to address individual 
children’s challenges. A consensus was developing around the use of the 
framework in addressing the needs of all students, whether or not they 
were suffering the effects of traumatic experiences. 
A second provision in the 2010 anti-bullying law called for the 
department to develop a curriculum to address social and emotional 
learning, making the critical connection between teaching social skills and 
addressing bullying. The department chose to organize its Guidelines on 
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 Implementing Social and Emotional Learning (SEL) Curricula according to 
the framework, demonstrating that a coordinated approach to SEL and 
anti-bullying measures for regular and special education was possible. 
After the bullying prevention provisions were in place, the 
Behavioral Health and Public Schools Task Force presented its final report 
to the legislature in August 2011, which contained several 
recommendations. (The report may be accessed at 
http://tlpi.jacksonwhelan.netdna-cdn.com/wp-
content/uploads/2013/07/BHPS-Task-Force-Full-Final-Report.pdf.) 
Advocacy to incorporate these recommendations into law began almost 
immediately. The lead legislative sponsor of the anti-bullying law, Martha 
M. Walz, was familiar with the framework from the success of the Model 
Bullying Prevention and Intervention Plan. She filed a bill entitled An Act 
Relative to Safe and Supportive Schools, asking that several of the 
recommendations of the Behavioral Health and Public Schools Task 
Force, including a call for a regularly updated statewide safe and 
supportive schools framework and assessment tool, a commission, 
technical assistance from the department, a safe and supportive schools 
grant program, and a requirement that each school complete an action 
plan, be codified into law. While the hearings were being held before the 
Joint Committee on Education and the bill was vetted over the course of 
four years, the legislature took the initiative to insert the Behavioral Health 
and Public Schools Framework into a second key law. 
In 2012, after many years of advocacy by the Children’s Mental 
Health Campaign, the legislature passed an omnibus law to reform the 
then current Child in Need of Services law. As part of that law, the 
department was required to adopt regulations establishing a truancy 
prevention program certification process. Like the anti-bullying law, the 
truancy certification was required to be “consistent with the Behavioral 
Health and Public Schools Framework.” 
In advance of passing legislation calling for an overarching 
framework, the legislature in 2013 set aside funding in fiscal years 2014 
and 2015 through a budgetary line item (line item 7061-9612 of the 
Massachusetts budget) providing $200,000 for a “safe and supportive 
schools” grant program, which had been called for in the pending bill. The 
purpose of the grant program was to:  
“pilot and share an effective process for school and district 
teams to develop and implement safe and supportive school-
wide action plans; provided, that said action plans shall be 
based on all elements of the framework and self-assessment 
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 tool created pursuant to section 19 of chapter 321 of the acts 
of 2008 …”  
 Seventeen schools received grants in fiscal year 2014. These 
provide new support for schools to use the assessment tool and 
collaborate by sharing approaches to creating positive school 
environments. Early recipients of the grant include the Boston public 
schools and the Reading public schools, which became active supporters 
of the framework. Leadership in both of these districts was instrumental in 
gathering momentum for passage of the provisions of An Act Relative to 
Safe and Supportive Schools. 
 
Massachusetts Establishes the Safe and Supportive Schools 
Framework in Law 
On August 13, 2014, Governor Deval Patrick signed an omnibus law to 
reduce gun violence. Recognizing the importance of safe and supportive 
schools in reducing violence, the governor and the legislature took the 
unprecedented step of including major provisions of the pending An Act 
Relative to Safe and Supportive Schools – importantly, the provision 
requiring the department to develop a statewide “safe and supportive 
schools framework.” These provisions are codified in Massachusetts 
General Laws Chapter 69 Section1P (a).  
The law begins with a two-part definition of a safe and supportive 
school. The first part is centered on students’ needs.   
The term “safe and supportive schools” shall mean schools 
that foster a safe, positive, healthy and inclusive whole-
school learning environment that (i) enables students to 
develop positive relationships with adults and peers, regulate 
their emotions and behavior, achieve academic and non-
academic success in school and maintain physical and 
psychological health and well-being.  
The second part of the definition recognizes the need of schools to 
align the broad range of student support initiatives that have resulted from 
too many fragmented laws. It states that a safe and supportive school 
environment:  
(ii) integrates services and aligns initiatives that promote 
students’ behavioral health, including social and emotional 
learning, bullying prevention, trauma sensitivity, dropout 
prevention, truancy reduction, children’s mental health, 
foster care and homeless youth education, inclusion of 
students with disabilities, positive behavioral approaches 
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 that reduce suspensions and expulsions and other similar 
initiatives.  
Recognizing the challenges of implementing this vision, the 
legislature took a next step to support schools by codifying the 
Massachusetts Behavioral Health and Public Schools Framework and 
Self-Assessment Tool and requiring the department to create a system of 
supports at the state level to assist schools in this work.  
 
The Safe and Supportive Schools Framework and Self-Assessment Tool 
In the new legislation, the department is required to develop, maintain, 
and update what will now be called the safe and supportive schools 
framework and the safe and supportive schools assessment tool. The 
stated purpose of the framework is to “provide guidance and support to 
schools to assist with the creation of safe and supportive schools that 
improve education outcomes for students” (Section 6 (b)). Using language 
similar to that of the previous laws on bullying prevention and truancy 
prevention, the safe and supportive schools framework is to be “consistent 
with the framework recommended by the Behavioral Health and Public 
Schools Task Force.”  
The self-assessment tool, which had been found so valuable in the 
statewide assessment, is to be used by schools to: 
(i) assess their capacity to create and sustain safe and 
supportive school environments for all students;  
(ii) identify areas where additional school-based action, 
efforts, guidance and support are needed to create and 
maintain safe and supportive school environments; and  
(iii) create action plans to address the areas of need 
identified by the assessment.  
By making the safe and supportive schools framework consistent 
with the Behavioral Health and Public Schools Task Force Framework, the 
legislation can build on the original work without limiting the capacity for 
change in response to innovative ideas and approaches. Specialists in 
anti-bullying, positive discipline, truancy, and other areas will be needed to 
continue developing the process of integrating approaches important in 
these areas with the current iteration of the framework, which is currently 
focused on a very broad definition of behavioral health. To this end, the 
board of education is required to develop procedures for “updating, 
improving or refining” both the safe and supportive schools framework and 
the safe and supportive schools self-assessment tool, in consultation with 
a safe and supportive schools commission. Subject to appropriation, the 
department will provide technical assistance to schools, staff the safe and 
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 supportive schools commission, oversee the safe and supportive schools 
grant program, hold conferences, and maintain the framework and 
assessment tool on its Web site.  
 
 
The Safe and Supportive Schools Commission 
The safe and supportive schools commission was established by this law 
to “collaborate with and advise the department on the feasibility of 
statewide implementation of the framework.” The commission is co-
chaired by the commissioner and another member chosen by the 18 
commission members. Its purpose is to bring to the department the 
extensive expertise that resides within the state so that it can play a critical 
role in implementation. Lead associations and advocacy groups have 
appointed parents, teachers, a school committee member, a 
superintendent, an elementary and a secondary principal, a special 
education director, a teacher, a school psychologist, a school social 
worker, an adjustment counselor, a school nurse, and an advocate. 
Outside providers and three members of the Behavioral Health and Public 
Schools Task Force were also appointed. Duties of the commission 
include the following:  
(i) investigating and making recommendations to the board 
on updating, improving, and refining the framework and self-
assessment tool; 
(ii) collecting and reviewing data and feedback from schools 
on the use of the self-assessment tool; and 
(iii) making annual reports to the governor and the legislature 
and drafting legislation necessary to carry out its 
recommendations. The first three reports must include at a 
minimum the following:  
a. strategies for increasing schools’ capacity to carry 
out the administrative functions that may be 
necessary to implement the frameworks statewide;  
b. professional development needed to create safe 
and supportive schools 
c. steps for improving schools’ access to clinically, 
culturally, and linguistically appropriate services. 
The legislature’s requirement that the commission report include 
drafts of proposed legislation should help ensure that the key stakeholders 
in the state reach consensus on what is needed for implementation.  
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 School and District Action Plans 
The final version of the bill retains the language that advocates had sought 
about each school’s use of the self-assessment tool for creating and 
implementing an action plan that would be incorporated into school 
improvement plans already required under law (Massachusetts General 
Laws Section 57C) and district-wide action plans that would support 
schools. However, the language made clear that creating an action plan 
would be subject to appropriation and a vote of the school committee of 
each city or town. This was a response to concerns on the part of the 
school committee association about costs and the fear of a new mandate. 
Thus, the action plans will be voluntary, leaving the commission, 
parents, educators, advocates, department, and others to educate, 
encourage, and support rather than require compliance. Responsibility will 
be placed on those working in schools to advocate with their local school 
committees and to join with others in requesting additional funding as 
needed. The effort to have every school develop an action plan will by 
necessity become a community organizing effort based on conferences, 
sharing of ideas, model protocols from the grantee schools, and the easily 
accessible tool on the department of elementary and secondary education 
Web site.  The legislature sought to facilitate this process by allotting 
$500,000 in FY16 for the department to create a community of practice by 
holding conferences, providing planning grants to schools and technical 
assistance schools, and staffing the Commission. 
 
Discussion 
The law as signed by the governor puts in place an infrastructure for 
creating safe and supportive schools at both the state and local levels. By 
asking the department to provide technical assistance, the state should be 
able to support schools as they shift their operations. This gives schools 
an opportunity to state their needs to a commission as part of a formal 
consensus-building process. 
A significant question is whether individual schools and districts 
understand the benefits of the framework enough to put the safe and 
supportive schools framework and self-assessment tool to use – given 
that the law does not require them to do so as a mandate. The gathering 
of data through the online self-assessment tool will yield critical 
information about what is needed across the state from those schools 
choosing to take part, but it will not provide as much data as would full 
compliance. Some school committees will vote for creating school-wide 
action plans, while others, perhaps in districts where they are needed 
most, may opt not to participate.  
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 Opponents of the law were successful in their campaign to make 
the action plan subject to both appropriation and a vote of the school 
committee. Advocates responded that developing the plan can be cost-
free if professional development time is set aside during the school day or 
if school councils already mandated to develop school improvement plans 
set additional goals to address the importance of developing a whole-
school culture. They pointed out that schools do not need to choose 
implementation actions that cost money. Clearly, however, although 
supportive of the framework, the opponents were not in consensus that 
every school has to develop a plan. 
Given this objection, it is fair to ask whether a mandate at the local 
level would actually move implementation forward any more quickly than 
setting up the structure and supporting voluntary compliance. As the 
consensus process moves forward, its successes and challenges will 
continue to be evaluated. The safe and supportive schools framework will 
be put in place. Experts from across the state will bring new expertise in a 
variety of areas, from bullying to truancy to social emotional learning and 
trauma sensitivity. Additional work needs to be done to develop and 
expand both the framework and the assessment tool. The safe and 
supportive schools commission will hold hearings, learn from the grantee 
schools, analyze the data from schools that do use the tool, and make 
recommendations to the legislature, along with developing drafts for 
proposed legislation. With the appointment of lead stakeholders to the 
commission, it is hoped that they will play leadership roles within their own 
constituencies. With additional funding from the legislature, the 
department of elementary and secondary education can hold conferences, 
share model protocols on its Web site, and entice districts to complete the 
plans by constantly improving the self-assessment tool and making it user-
friendly. Also, the legislature has offered an open door to the commission, 
inviting drafts of consensus-based legislation as needed.  
Advocacy has played a major role in progress to date in the effort to 
create safe and supportive school environments, and advocacy will be 
needed in each step of the process to ensure that students receive the 
desired benefits. However, advocacy must come from those both inside 
and outside the educational system. Schools have been given support to 
create safe and supportive environments. Educators, parents, and 
students will need to join together with the more traditional advocates, the 
department, and all willing educational stakeholders to push this work 
forward. The creation of safe and supportive school environments, at its 
core, calls for a social movement. It is likely that mobilization would have 
been necessary whether the mandate had passed or not. 
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 One question frequently asked by those inside and outside 
Massachusetts is whether the process of building consensus on a shared 
integrating framework based on school operations, and inserting it into 
laws, needs to take so long. In our experience, developing holistic 
practices in education takes time and requires acclimating as many 
stakeholders as possible to the ease of using a framework approach. The 
lead state education agency is, of course, a critical stakeholder, as are the 
legislature, unions, parents, and educational associations as building 
consensus continues. We hope that our work provides the kind of example 
that will make further progress happen on a faster time line. 
18
Journal of Applied Research on Children:  Informing Policy for Children at Risk, Vol. 5 [2014], Iss. 2, Art. 18
http://digitalcommons.library.tmc.edu/childrenatrisk/vol5/iss2/18
  
1 Felitti VJ, Anda RF, Nordenberg D, et al. Relationship of childhood abuse 
and household dysfunction to many of the leading causes of death in 
adults: The Adverse Childhood Experiences (ACE) Study. Am J Prev Med. 
1998;14(4):245-258. 
 
2 Id.  
3.  Anda RF, Felitti VJ, Bremner JD, et al. The enduring effects of abuse 
and related adverse experiences in childhood: a convergence of evidence 
from neurobiology and epidemiology. Eur Arch Psychiatry Clin Neurosci. 
2006;256(3):174-186. 
4 Teicher, Martin H, M.D., Ph.D,  Samson, Ph.d et al,   Hurtful Words:  
Association of Exposure to Peer Verbal Abuse with Elevated Psychiatric 
Symptom Scores and Corpus callosum Abnormalities,  Am J Psychiatry; 
2010; 167: 1464-1471 
5. Tishelman AC, Haney P, Greenwald O’Brien J, Blaustein M. A 
framework for school based psychological evaluations: utilizing a ‘trauma 
lens.’ J Child Adolesc Trauma. 2010;3(4):279-302, 279-280.  
6. Fairbank JA. Epidemiology of trauma and trauma related disorders in 
children and youth. PTSD Res Quarterly. 2008;19(1):1-8. 
7. Terr LC. Childhood traumas: an outline and overview. Am J Psychiatry. 
1991;148(1):11.  
8. Herman J. Trauma and Recovery. New York, NY: Basic Books; 1997. 
1- 290, 33  
 
9. Cole S, Greenwald O'Brien J, Gadd MG, Ristuccia J, Wallace DL, 
Gregory M. Helping Traumatized Children Learn: A Report and Policy 
Agenda. Boston, MA: Massachusetts Advocates for Children. Web version 
available at: traumasensitiveschools.org. Published 2005. Accessed July 
23, 2015.   
 
10. Id 
 
                                                        
19
Cole: Implementing Legal Strategies for Creating Safe and Supportive Sc
Published by DigitalCommons@The Texas Medical Center, 2014
                                                                                                                                                        
11. Cole S, Eisner A, Gregory M, Ristuccia J. Helping Traumatized 
Children Learn. Vol 2: Creating and Advocating for Trauma-Sensitive 
Schools. Boston, MA: Massachusetts Advocates for Children. Web 
version available at: traumasensitiveschools.org. Published 2013. 
Accessed July 23, 2015.  
12. Craig SE. Reaching and Teaching Children Who Hurt: Strategies for 
Your Classroom. Baltimore, MD: Brookes Publishing; 2008.1-224   
13. van der Kolk BA, Ducey CP. The psychological processing of 
traumatic experience: Rorschach patterns in PTSD. J Traumatic Stress. 
1989;2(3):259-265. Cited by: Streek-Fischer A, van der Kolk B.A. 
2000:912 Down Will Come Baby, Cradle and All: Diagnostic and 
therapeutic implications of chronic trauma on child development.  
Australian and New Zealand Journal of Psychiatry, 34: 903-918.  
14. Raunch SL, van der Kolk BA, et al. A symptom provocation study of 
post traumatic stress disorder using positron emission tomography and 
script-driven imagery. Arch Gen Psychiatry. 1996;53(5):380-387. 
  
15. De Bellis M,D. The Pychology of Neglect.  Child Maltreatment 2005:  
Supra at 161 
16. Shields A, Cicchetti D. Social information-processing patterns partially 
mediate the effect of early physical abuse on later conduct problems. J 
Abnormal Psychol. 1998;104:632-643. 
17. Durlak J, Weissberg R, Dymnicki A, Taylor RD, Shellinger KB. The 
impact of enhancing students social and emotional learning: a meta-
analysis of school-based universal interventions. Child Dev. 
2011;82(1):405-432.  
18. Craig SE. The educational needs of children living with violence. Phi 
Delta Kappan. 1992;74:67-71.  
19. Osofsky JD. Applied psychoanalysis: how research with infants and 
adolescents at high psychological risk informs psychoanalysis. J Am 
Psychoanal Assoc. 1993;41:193-207. Cited by Pynoos RS, Steinberg AM, 
Goenjian A. 1996:342.Traumatic Stress in Childhood and Adolescence: 
Recent developments and current controversies.  In B.A. van der Kolk, A. 
McFarlane and L. Weisaeth (Eds)  Traumatic Stress:  The Effects of 
20
Journal of Applied Research on Children:  Informing Policy for Children at Risk, Vol. 5 [2014], Iss. 2, Art. 18
http://digitalcommons.library.tmc.edu/childrenatrisk/vol5/iss2/18
                                                                                                                                                        
Overwhelming Experience on Mind Body and Society New  York Guildford 
Press, 2006.   
 
20. Harvey M R. An ecological view of psychological trauma and trauma 
recovery. J Traumatic Stress 1996;9:(1);3-23.  
21. Bloom SL. Creating sanctuary in the school. J Just Caring Educ. 
1995;I(4):403-433. Web version available at: 
http://www.sanctuaryweb.com/Portals/0/Bloom%20Pubs/1995%20Bloom
%20Sanctuary%20in%20the%20Classroom.pdf . Accessed August 27,  
2015.  
22. National Scientific Council on the Developing Child. 2010. Early 
Experiences Can Alter Gene Expression and Affect Long-Term 
Development: Working Paper No. 10. http://developingchild.harvard.edu. 
Published 2010. Accessed July 23, 2015. 
 
23. Bloom S.L. 1995. Supra at  415-16 [ page 13-14 in web version.]   
24. Osher D, Kendziora K, Spier E, Garibaldi ML. School influences on 
child and youth development. In: Sloboda Z, Petras H, eds. Advances in 
Prevention Science. Vol 1: Defining Prevention Science. New York, NY: 
Springer; 2014. doi: 10.1007/978-1-4899-7424-2_7. 
25. Tishelman AC, Haney P, Greenwald O’Brien J, Blaustein M. 2010. 
Supra at 288-295 
26. Masten AS, Coatsworth J.D. The development of competence in 
favorable and unfavorable environments. Am Psychologist. 
1998;53(2);205-220.  
27. Cole S, Eisner A, Gregory M, Ristuccia J. 2013. Supra at 17  
28. Grubb WN. Narrowing the multiple achievement gaps in the United 
States: eight goals for the long haul. In: Timar TB, Maxwell-Jolly J, eds. 
Narrowing the Achievement Gap: Perspectives and Strategies for 
Challenging Times. Cambridge, MA: Harvard Education Press; 2012:57-
76.  
21
Cole: Implementing Legal Strategies for Creating Safe and Supportive Sc
Published by DigitalCommons@The Texas Medical Center, 2014
                                                                                                                                                        
29. Elmore, Richard F., School Reform from the Inside Out:  Policy, 
Practice, and Performance, Cambridge, Mass,  Harvard Education Press 
2008:1-277: 4    
22
Journal of Applied Research on Children:  Informing Policy for Children at Risk, Vol. 5 [2014], Iss. 2, Art. 18
http://digitalcommons.library.tmc.edu/childrenatrisk/vol5/iss2/18
